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THE LITERATURE CURRICULUM

What can the teacher do to encourage pupils to read library books in the

classroom set ting? Chamberslrecommends the following:

First, and above all ie our attitude about the role of
reading--real reading-—in the classroom. If we help stu-

derits understand that the purpose of developmental reading
and the acquisition of reading ekills is to give them the

key to the world of literature and all its wonders, we have

moved forward, indeed. The library, or the library cormer,

should not be a place for free activity aione, or an extra-

curricular activity.» Instead it should be an interesting

place to which children can go often, expecting to find an

exciting, changing collection of good books. It should be

a place of adventure and delight where children are encour-

aged to hunt, browse, and explore: It should be a place

where he can choose books that wiil give him answers or

‘provide delight: Weekly book talks can atteg§t to our atti-

tude about books: By our attention to a good trade book

in the book talk, we indicate the worthwhileness of chil-
dren's literatﬁre Children are affected by our attitudes
toward things. That is part of the way they learn. The
way we_view the role of children's literature as part of

of reading that literature.
Pupils need to experierice a quality literature curriculum. Thus, the
readiﬁg curricuiﬁﬁ needs to go Béybﬁd géaié of ﬁaviﬁg learners identify mew

curriculus,
First of. all, pupils cannot experience all facets of living directly.
They can learn, however, from vicarious experiences, e.z., reading what others

have done, achieved, acquired, and experienced. There are;, of course, selected

) 1Dewey W. Chambers, Childven' 5_ Literatiire iarthe—Currieulum éﬁicagb:
Rand HcNally & Company, 1971; page 3l. '




experiences that nome of us would wish to live through. Thus, & reader cna
learn much from others' deeds, thoughts, and acts. A reader might then be
isiz~gé formulate his/her own goals in 1ife more iééquatéiy tﬁrbﬁgﬁ;réiaiﬁg
what others have experienced. There are groups in Soclety who wish to cemsor
diverse selections from the literature curricului. The censored selections
appear much more so on the senior high school level than the elementary school .
level. The literature curriculum, however, must assist pupils to formulate
their own goals and purposes inm life.

Values can be dictated to pupils by parents, teachers, and others in
society. Too frequently, aictaiibﬁ of values to the young has not been effective.
Also, the dictated values ﬁéy not be appropriate in a changing society. Con-

are values, however, that have endured in space and time; such as doing unto
others that which we would want done to us. Even then, in changing times and

While the children's first exposure to literature is Mother_
Goose and other rhymes and stories, children should gradually

the elementary grades. Such a program not only strengthens
the developmental reading curriculum but contributes in a_
significant way to the attainment of several other objectives
of elementary education. N

Secondly, reading quality literatire canm provide relaxation for the reader.
Much is spoken and written about meands of coping with stres§; Individuals in

society need to cope with many unwanted situations. The involved person needs

to find ways of dealing with stress. Reading can be a good way of restoring
2’777 _ _ 7; . C _ o o L R ot
~ “mildred R. Donoghue, The Child and the English Language Arts. Second
Edition. Dubuque, Iowa: Wm. C. Brown Publishers, 1975, page 85; :
_ © '4



equilibrium: One can forget about stressful situstions when reading: The

reader can become 80 thoroughly engrossed in reading ideas that 1ittle or mo |,
time 1s inherently available for worrying, regretting; or fearing.

The teacher and parents must be actively involved in assisting pupils to
become ﬁrdfitiéﬁt'iﬁ reading. The teacher alone cannot perforii this vital
quality reading curriculum iz the school/class setting. The pupil tiust assume
major responsibility in wanting to learn to read. Otherwise, how can a pupil
learn to read in order to achieve goals pertaining to relaxing the self?

Thirdly, literature for pupils cam provide a guidance resource. There
are learnmers who experience grave personal and social problems. Difficulties

are involved when identifying problems and attempting to assist pupils in over-

coming these difficulties. No doubt, an adequate number of godd counselors are

lacking in the school setting. Children's literature can provide assistance to

pupils in attempting to cope with personal and mocial problems: What kinds of
probletis do pupils experience? These might well include poverty,; shymess,
aggressiveness, hostility, i1l health, obesity, excessive tallness or shortness;
and loneliness. The teacher needs to gulde pupils individually to choose
library books which assist in coping with problematic situatioms.

Fourthly,. each pupil may receive assistance from reading literature in
becoming knowledgable about diverse kinds of careers. Eéb frequently, workers
in society have drifted iamto a job or cccupation. The "drifting" into the world
of work has made for feelings af digﬁéiiéf&ttiﬁﬁ in the occupational/vocational
in the world of work. Each person needs to achieve optimally in the career arena.
Working at 35557655655E16§§ that are not personally féﬁéfﬂiﬁg can make for feelings
of futility. Literature 65 careers i?iiiéé for learners on different achievement

.
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levels can provide necessary subject matter for pupils contemplating the world of
work.

The centralized/classroom library needs library books and other reading
materials on diverse levels of achievement §EEE£iEiﬁ§ to many relevant careers.
The teacher needs to iBEEGEEEe learners to reading materials on careers:. With

taining tov the worid of work:
Fifthly, skills in reading can be developed when literature is Seiﬁé read

by children: Too frequently, basal textbooks are read by learmers. Basal-

books 18 usually not assigned to pupils. unless a specific purpose is involved.
Teachers may feel that too many pupils are turned off in reading when basel
materials are utilized in the readiﬁg curriculum. Library books chosen by the

written on diverse ieveis of achievement pertaining to many nations on the face

of the earth: Thus, pupil achievement in diverse social studies units can be

aided when selected 1tbrary books are read., In other curriculum areas—-science,

mathematics, health; art; music, and physical education--related library books
are in evidence which learners may read:
Quality Literature in the Curriculum

Most basal reading programs tend to emphasize pupils' mastertng diverse

" word recognition techniques, such as using configuration clues, phonetic anaiy-::::::

sis, syllabication, structural analysis, context clues, and picture clues: The

| ultimate goal 1n word recognition for pupils should be to recogutze wafaé imme-

diately as sight ﬁérde: In idditiﬁﬁ.tﬁ word recognition techntqnes;hﬁﬁéii

N
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reading approach emphasizes learners achieving comprehension skills such as
reading to acquire facts, directions, a sequence of ideas, main ideas, and gen-
eralizations, as well as reading criticaiiy. fééaiﬁgrtréﬁtiVéii. igd reading

to solve problems. However, there are additional iﬁéréijiéﬁté'tﬁéﬁ need to

‘become a part of a relevant literature curriculum for children.
Setting of the Story

The language arts teacher needs to guide pupils to understand and attach

meaning to the setting of a story or library book: Where did the events take
place? Pupils need to understand if events took place in a rural; urbanm, or
suburban area. Also, learners need to attach meaning to which city, state, or
nation one or more events took place. Certainly, human behavior differs when
events in literature take place in a rural; as compared to suburban or urbam
region. Behavior of human beings, of course, differs much among individuals
within a rural, or a suburban, or an urban regiom.

“

when an event (or .events) took place. Time is a significant factor to com-
sider when the reader attempts to attach meaning to content in children's

events in the past. Types of transportation, clothing, homes, schools, com-
munication, recreationgl endeavors, and foods eaten might well &éﬁéi& upon

time elements, as well as geographical regions when attaching meaning to
children's Iiterature. S
The specifics or details of the setting may either be suggested or stated

directiy: The setting of a story might also reveal chiracterization; as well

as sequential ensuing events -in the story.




Characterization

In addition to the setting of a story, professional writers of novels
also spend comsiderable time in describiﬁg the involved characters. ﬁﬁat kind
viduals remain stabie in terms of traits possessed, or are growth and change
inherent? There certatniy are numberous character traits that any ome individual
may possess. A person might thenm be shy but frieﬁdly; intelligent, hard working,
and achievement oriented. The personal may also possess traits of being altru-
istic. |

A different person might be aggressive; hostile; irresponsible; and handsome:
The person may possess traits of being intelligent but mot utilizing talents and

abilities possessed. Thus, each 1earner should be guided to descj?be character
traits ef ﬁﬁﬁéﬁ'ﬁéiﬁgs ia a story. Inferences must also be developed. Writers;:
of course, do mot alvays state factually the kinds of characters within & story.
' To be able to attach ﬁéaﬁiﬁg to content read, ﬁﬁﬁiis need to understand the con—

be described. Also, the physical appearance, deeds, and speech of any char-
acter need adequate Eéﬁéi&é?éii&ﬁ within a story. Reasons for each character
behaving as he/she did should be analyzed by pupils:

Plot in the Literature Curriculum

Language arts teachers need to assist iearners, inductiyely and]or

- o ﬂdeductively,-fo discover the-plot in a ‘given literary seiection. Thus;‘tﬁe

»

’.\: é?i o




in the selection. Diverse Riﬁdé of comprehension skills need to be developed
vithin learners in order to understand the concept of plot. Two previcus con-
cepts discussed; related to a quality literature curriéuium; involved setting

and characterization. These concepts in any 1iterary selection need under-

standing so that ébﬁﬁréhénaive ﬁeaning is attached to a sequence of happenings

involving ﬁi”’. 1f pupils do not understand what actually happened in a given

selection, they have mot understood the plot of & 1ibrary book or story.

Essential ingredients in a quality 1iterature curriculum must be emphasized by

the language arts-teacher: Thus, the plot of a seiection needs to be under-
stood by learners; otherwise, comprehension and mnaning are being omitted in
the bngbing literature curriculum:

recognition techniques; Also; an adequate number of pouposes in comprehension

needs emphasis iIn ongoing lessons and units. Ino addition to mastering word

recognition techniques and developing comprehension proficiency, learners need

to attach meaning to 1iterary concepts, such as setti%g,Acharacterization, and

plot. o D

Tiedt and Tiedt3 wrote:

Literature has seldom been part of the reading program in the

reading series. What are the advantages of a literature- -

reading program over the traditional controiied-vocabulary

anthology? The use of literature in a reading program for

elementary school students offers quality content to a course _

of study which has concentrated solely on the teaching of skills.

It is time that we acknowledge the value of prowcative

material in exciting the student about reading. Until we__

have this excitement present in the reading lesson,; we will

" not develop a nation of readers. : .

Many titles from childref's literature can be, and are being,

used as reading ‘text material. The advantages of gggggzkggg:
stocking, A Wrinkle in Time; and Johnny Tremain over the

famiixar basal reader are overwhelming

1. Excellent writing-imagery, tuse of words, etorytelling ability.



need to be guided to understand who, in particular, is telling the story. Thus;
from whose point of view are the events and incidents being told? Pupils need

to notice if and when the characters in a story actually speak, or is & narra-
 promoun) actually presenting ideas, rather than sequential descriptions being
3 .
utilized in presenting i&_&ig?

novels pay much attention to point of view in developing literary works:

If the author or a charactcr in the story tells sequential content, the

story is delimited to the thoughts; experiences; perceptions; and expressions
of that person relating ordered events in the literature being read. The nar-
rator is the person telling the story. If the author tells the story, he/she
generally remains anonymous and makes few or no references to tﬁ? personal self.
Generaily, 1f & character in the story 1is narrating content, he/she refers to
the self as "I": :

Theiie in Literature

What is the main idea in the story, library book; or movel? ~Thus, pupils

“memttos 31p4g M. Tiedt and Sidney W. Tiedt, Contemporary English in the Elesmentary
Schoal. Second Edition. Englewood Cliffs,; New Jersey: Prentice-Hall, Inc.,
1975, page 359. , - _ , : }
~
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' need to comsider the concept of theme. Theme involves the author's idea or
ideas pertaining to situations io life. The writer may directly state 'the
involved theme. The theme might also be implied. Ordinarily, Eﬁggg as a con-
cept does mot involve tioral standards, or rules to live by. In reading a
literary selection, the reader needs to ask what the consumiiable content Says

Irony of the Situation
Each learncr needs readiness experiences to achieve objectives in the
iiterature curriculum: ﬁé@éi_éﬁbﬁi& teachers emphasize selected goals unless
Pupils can be successful in achieving the stated objectives. Pupils; as well :

it should not be emphasized in the literature curriculum.

What is irony of the situation? Events turn out differently for any ome

character, as compared to what the involved reader anticipated. Supposing, a =

character is portrayed as having experienced a noble undefiled background: A&s

a surprise tactic, the writer reveals, directly or indirectly, that the charac-
ter was involved iﬁ a series of thefts and robberies: Or, a person having grown
up in higunfortumate settings becomes a quality éé;aer in the commmity: As
a further example, a person in combat flie=s ﬁuﬂérﬁqs successful bombing missions

The same character arrives Wome safely, only to die in an

" over ememy territory
automobile accident involving travel to a routine

: |

destination:
In the concep: of irony in literature; the author tries to hide his true-——_..

e

feelings; pertaining to an incident; event, or deed) The character's deeds may not

be consistent with stated beliefs.

11
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In Summary
Literature is a significant part of the total school curriculuti. Each
pupil needs to experience a quality children's literature curriculum. The
reading curriculum needs to incorporate pupils developing proficiency in diverse

word recognition skills; as well as i& a variét§ of purposes involving compre-

hension. Also; quality literature needs adequate emphasis. Thus, . concepts

such as the setting of the story, characterization, plot,

irony of the situation, as well as satire need to be inherent in literature.

Each pupil, however, needs to be ready to understand these concepts prior to their
iﬁpiéﬁéhtatiﬁﬂ in the literature curricuiﬁm. téafnéis individually need te attach

.
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GROUPING STUDENTS IN READING
There are numerous means in grouping learners for instruction in reading:
Teachers and supervisors need to study éﬁ& analyze 'diverse plans. 'Aabﬁtéd
" grouping procedures need to guide students to achieve optimally: Which .ap-
proaches in placing learners into groups might be utilized to aid student

progress in reading?

Homogeneous Grouping
Many teachers group students homogeneously to minimize a wide range of
reading achievement. Thus, a more uniform set of learners in demonstrating

skil1& in reading is in evidence. Perfect uniformity will never be in evi=

if the range of achievement is somewhat uniform. Within a classroom, the
teacher might then place the top, middle, and slower achievers into fﬁféé L
different reading groups. A single series of basal readers may be ﬁfiiiiéa:.
in teaching and learning. Or, multiple series might also be used in sﬁgéiﬁg “
lessons and units. A major goal,of reading instruction is to guide each stu-

‘dent; whether in the fast, average; or slower §F6§ﬁ; to learn as much as
possible.

Ediger: wrote:

Téééﬁéis,ﬁéy,fiﬁa’if,éasiéf to teach a given group of learners if horo-

geneous grouping is in evidence as compared to heterogeneous grouping since

the range of achievement will not be as great within a class.. However,

teachers may not like to teach a class of slow learners as. well as those who
achieve at a faster rate of speed. The attitude of the teacher, of course,

-

l4arlow Ediger, Relevancy in the Elementary Curriculum. Kirksville,
Missouri: Simpson PubTishing Company, 1975, page 162.

5
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may be reflected within learners. Since the rande of achievement in a class
may be very great in heterogeneous grouping; it may,p&se a problem for some
- teacheérs in providing for individual differences. In certain methods of _
teaching it_may not matter much if heterogeneous or homogeneous grouping is
utilized. For example, in individualized reading; each pup11 basically.
selects his own library book to read. He generally selects a book which is
on his reading level. His own reading of the_ library book will involve 2
pace which should be in harmony with being able to comprehend the contents
adequately. Each pupil in a class will read at a different rate of speed.
Also, each learner will select a library book which differs in comp]ex1ty
form other library books selected for reading by other children in the
classroom. Thus, 1nd1v1dua1 differences can be provided for regard]ess of
capacity and achievement levels of pupils in a class or group.

homogeneously ba;ed on reading achievement. Thus, teachers need to identify
"reading progress of §anéﬁf§; as early as poss1b1e; perhaps in grade one.
The top achievers are taught in one room;the next best achievers in the
second room, and placing the slowest learners in reading in a separate room.

'

Adjustments, mo aoﬁﬁf;‘W?TT need to be made if a learner prQFesses
more Fébidiy or Sibﬁiy'iﬁ"Féédiﬁg compared to ﬁFéVinS tiﬁéS* He/she may
then need to be plaeed in a different room S0 that increased homogene1ty is
in ev1dence. The teacher in a nongraded school will a]so have three read1nq‘
groups Wfthﬁn a room. The range of aoh1evement within each droup’ is then
further minimized. Fiéxibié grouping needs to be emphasized for each student
in reading. The involved learner needs to be placed in a classroom and group
withoin.a room whereby continuous progress can take‘pfoce.

bufayz wrote: | ‘

It is a start11ng truth: No two snowflakes are alike! But this fact

regarding snowflakes is of small consequence to the destiny of our nation.

" Our _greater concern must be for facts relating to a more complex group, in-

finitely more precious and more crucial-to the future welfare of our society

--our children. Common sense; as well as experience and intuition, tells

us that children are indeed also in the no-two-are- a11ke category.

Homogeneous grouping in read1ng instruction does not emphasize:

2Frank R. Dufay; Hngrading the Elementary School. West Nyack; New York:

Parker Publishing Company, s page 17.

b
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1. mixed achievement levels of ‘students within a set of learners.
2. rigid means of grouping which remain stable in time and space.
Individualized Reading

Individualized reading emphasizes an open-ended curriculum:. Thus; the

learner may select sequentiaily which library books to read and to omit. An
adequate number of book need to be available to learners to stimulate inter-

est in reading. Also; the library books need to be on diverse levels of

reading achievement: Thus; the slow; average; and talented reader may select
personal aspirations. _

After having selected and read a library book; the involved student then
engages in a conference with the teachér to appraise reading achievement.
The student and the teacher may appraise the following: interest in the
library book; quality of comprehension of content read, and proficiency in
the conference.

Veatch® wrote:

One of the advantages of individualized reading over other methods is

the elimination of pressure and tension from the student in his attempt to

meet the standards of his group. Why should he be compared with anyone .

else? He is not exactly like anyone else. When group competition is re-

moved and the child is allowed to compete against himself; his own ability
becomes the standard by which he is judged and tensions and pressures will
give way to a more relaxed and more efficient type of study. The removal
of this pressure should -also eliminate the development of possible emo-
tional blockages and undesirable attitudes toward reading.

Maximum efficiency in the use of a child's time is another advantage

of individualized reading: The student does not drill with a.group on
words which only certain members in the group do not know. Instead, We _
spends time only on his own list of words he does not know. The amount of

time which the student spends in silent reading is also increased because

he need not wait while others are reading orally. Instead, he spends his
time in doing his own silent reading or in activities related to this

reading.

3Yeanette Veatch, Individualizing Your Reading Program. New York: G.
P. Putnam's Sons, 1959; page 105°

15



Individualized reading does not emphasize:

1. _teachers selecting reading materials for students. Guidance is

14

given only to those learners who are not able to pursue the reading of sequen-

ttal library books.

" 2. teachers solely selecting objectives, learning activities, and ap-
praisal procedures. . ' : :

3. a formal, structured reading curriculum in which scope and sequence
has been detarmined for the learner:

4. the use of specific, ﬁéééﬁ?éﬁlélébjéétiVéS;

5. management sy

o anagemer stems of instruction with sequential learnings deter-
mined for students. )

Heterogeneous grouping is desired in individualized programs-of reading

instruction: Regardless of achievement and interest levels; each student can-

select Séﬁﬁéﬁt{aiiy those ifBFaFy books which meet personal needs, interests,

and abilities.

Language Experience Methods
Language experience approaches in teaching reading emphasize content to
be read which comes from the personal experiences of involved students. Too
frequently, students read content from textbooks which &6é§‘66£tFéiéfé to
their personal lives. Thus, to “nitiate and develop a language éiﬁé?iéﬁéé
reading curriculun; learners need to have rich personal experiences: These

experiences may include the use of excursions on the school grounds and into
the larger community, films, filmstrips, slides, illustrations, transpar-
encies and the overhead projector, and games/simulations.

Pertaining to the language experience method in teaching reading, Bush
and Huebrier? wWrote:

In the initial stages when children dictate their own stories, the

teacher as recorder point_s out letters that stand for sounds; good words the

children have used to express their ideas, and sentence structure. He or she

4 T T T T

_ "Clifford L. Bush and Margaret H9§9n8r57§§£%£ssi$§ for E%%élg& in the
Elementary School. Second edition. New York: Macmillan Publishing Company,
1979, pages 256 and 257. ,

16
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heips the child note similarities in beginning and ending of some words and

helps the children build a basic stock of sight vocabulary useful in their
reading and writing. . : . .- .

- Meaningful experiences with clay; paint; and other materials provide
opportunities for further self-expression. As children spontaneously talk
about their activities; they are encouraged to write their own stories.
They write again in content areas as they record information on topics of
interest; contributing to class newspapers or class books. The teacher en-
courages self-expression and helps children as they ask for spelling, punc-

tuation marks; and other aids to writing. Reading practice is obtained as
children read their own writing, each other's, and, finally, the adult
writing in published material. :

Language experience approaches do not emphasize:

1. the use of textbooks and workbooks in teaching reading.

2. utilization of behaviorally stated ehdi'hi1k56ﬁ15§ and. Tearning.
3. a formal, teacher determined reading curriculum.

4. homogeneous grouping procedures in reading.

5. commerically prepared materials in teaching reading:
Interage Grouping
.Interage grouping advocates believe Eﬁéfilééiﬁéis of several age 1evels
should be taught as a group in reading. This harmonizes more with life in
society in which individuals of several age levels interact with each other.
compared to a set of students basically having the same/similar chronological

"age. Thus, students in grades four, five, and six may be regrouped o that

the highest achievers in.reading are in one classroom, the next best achievers
in the second classroom, the third best attainers in the third room, and ‘so
on. The chances are_that in any one classroom, there will be students from

1. Learners of .a Single chronological age being taught together continu-
ously. ‘ . ‘
2. - separating the school environment from society in terms of age levels:

17
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3. heterogeneous grouping in the réa’dm‘hg curriculum.

4; 1earners meet1ng grade level standards, based on the individual

5, the self conta1ned c]as room, in which a g1ven set of students is
be1ng taught cont1nuous]y in all curr1cu1um areas.

Heterogeneous Grouping in Reading
Numerous educators recommend heterogeneous grouping of students in the
classroom. Mixed achievement and capacity levels of learners are then in-
herent in a given set of learners. The gifted and slower learners may he
taught in separate groups in a homogeneaus seiiing.i Many reading specialists -
believe that within a heterogeneous group, the teacher can provide for in-
creased uniformity in achievement within a set of students by grouping 1;5;5-

ers homogeneously. Thus, three reading groups may be an end result within.
a room--the fast, the average, and the s]ower readers.

Pertaining to heterogeneous grouping, Shepherd and Ragan5 wrote:

_ Heterogeneous instructional groups or classes are formed whenever no
single factor governs the assignment of pupils to groups and classes. Hetero-
geneous c]asses are viewed as containing the same ranges of 1nstruct1ena1 and

sequence.

ABVANTAGES ELAIMED FBR HETEROGENEOUS GROUPING:

1. The interaction of the var1eus ab1]1ty levels contributes to all aspects
" of development and ach1evement.

2: HeterOgeneous groups are more ana]ogous to the re]at1ensh1ps in 11fe
3. The 1nstruct1ona] mode]s and particibat1on a]ternat1ves ava11ab1e to
pupils and teachers are more numerous.

.4, Some research studies generally favor soc1a1, affective, and maturationa]
. advantages for children in heterogeneous groups.:

LIMITATIONS CLAIMED FOR HETEROGENEOUS GROUPING. .

1. The research evidence concerning achievement genera]]y suggest that there

are no differenceé BeEWeen the two grouping p]ans

Sgene 0. Shepherd and William B. Ragan, Modern memem.apymi;uhm
Sixth edition.” New York: Holt, Rinehart and W1nston, 1982, pages 57 and 58.

18




17

2. The wider range of variations in achievement needs and capacities make it

difficult for the teacher to provide for the individualization of instructions.:

3. The pupils who learn more slowly are less likely to have opportunities for
academic leadership and success because of the presence of brighter pUﬁi1§.
Hclerogeneous grouping does not emphasize:
1. Grouping top achievers in reading in one classroom, the next best

achievers in a second room; followed by succeeding levels of slower achievers

in other rooms:

77777 2. Tracking learners within a classroom in terms of abiltiy levels.

Each student, however, must be guided to achieve optimally in reading.

3. A certain ability level of students learning from each other only, in
a classroom. -Rather; students of mixed achievement levels are to Tearn from
each other: ’ '

Programmed Reading Instruction

Each student achieves on an individual basis when utilizing programmed
materials. 1In using programmed textbooks; the programmer selects objectives
for students to attain: Thus, fﬁé'ﬁiégféﬁﬁéi;éhééséé sequential learnings
for learners: A small amount of content is presented to the involved stu-
tion item covering the subject matter read. Generally, the response is written
by the student in a separate answer book. Next; the learner uncovers the
correct answer to the eempiétieﬁ'itém as provided by the programmer: 1f the
student responded correctly; reinforcement in learning should be in evidence
and the learner is ready for the next sequential programmed item. No grouping
of students is necessary. Each achieves at. his own unique optimal rate.
Should the involved student have responded incorrectly, he/she sees the correct
answer as provided by the programmer and is still ready for the next sequential

linear item in reading: The same/similar procedure in learning is used again

and again==read, respond, and check by the involved learner.

pertaining to Programmed Instruction; Skinner® wrote:

8. F. Skinner, “Reflections on a Decade of Teaching Machines," Teachers

College Record, November, 1963.
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An important contribution has been the so-called "programing” of know-

ledge and skills=~the construction of carefully arranged sequences of contin-

gencies leading to the terminal performances which are the object of education.

The teacher begins with whatever behavior the student brings to the instruc-

tional situation; by selective reinforcement, he changes that behavior so that

a given terminal performance is more and more closely approximated. Even with

lower organisms, quite complex behaviors can be "shaped" in this way with sur-

prising speed; the human organism is presumably far more sensitive. So_impor-

Computer Assisted Instruction (CAI) works in a similar manner as is true
‘of using programmed textbooks: At a computer terminal .enter, the student,’
-working on an iﬁdiVidﬁa]ﬁbasi;; types in his/her name on the keyboard. The
appropriate lesson number also needs to be typed in. The ?irst'itémvfor>thé
student to read appears on the monitor or screen. A small amount of subject
matter appears on the scréen. This is followed by a question to answer or a
. completion item to complete. The involved student types in the intended cor-
rect response. If the learner responded correctly, he/she is rewarded with the

statement "that's good" appearing on the screen. The student is then ready for

the next sequential linear item. If an incorrect response was given by the
student, the words "try again" may appear on the screen: I a correct response
to the same item is then given by the student; he/she progresses to the next
sequential item. If incorrect, the learner now sees the corréct response on
the screen and is also ready for the next sequential task. Continually; the

learning. Wohlwill’ wrote:

It is.interesting to note the fascination which subject matter character-

ized by a high degree of internal structure, such as mathematics, logic, and |

the physical sciences; have exerted on those active in the field of programing.
These are, of course, precisely the subjects which lend themselves most readily

to the construction of programs consisting of a rational sequerce of small.
steps. Once this ladder has been built for the learner; it is assumed.that he
will inexorably move upward by dint of successive reinforcements: Thus; the

need for any further attention to the learning process involved in the mastery
of the material by the student is apparentTy obviatgd; '

7Joachim Wohiwill, "The Teaching Machine: Psychology's New Hobbyhorse,"

Teacher's College Record, November, 1962. .
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.1t may be noted in passing that this approach implicitly takes for
granted the intervention of certain verbal and mediational processes in_the
“learner, whose role in the learning process is hardly recognized, let alone
understood. One may well ask by what magic the logical or semantic relations
between successive items in a sequence built up by the programer are in fact
responded to by the learner. That he may do so (provided he has reached the
appropriate level of verbal and.intellectual development; and the programer
has_done his work skillfully and diligéntly enough) is an undeniable empir-
jcal fact; but until some attempt is made to investigate just what the .

learner does in proceading along such a sequence, this will remain a purely

pragmatic enterprise, built essentially on guesswork:

In Closing

Theré are numerous means of grouping students for reading instruction.
Each plan needs to be studied thcroughly in te-ms of strengths and weaknesses:
Ultimately, a method or combination of methods need selecting to guide each

student to achieve as well as possible in reading.
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WORD RECOGNITION TECHNIQUESIN THE READING CURRICULLM
- _ v : . .
There afé selected means in guiding 1earﬁers to récbgﬁizé and iaéatifi
new words. Individual differences aﬁeng studenis need adequate provi io
Each learner needs to attain optimally in reading. Quality objectives in
vord identification need selecting. Relevant learning opportunities te
achieve the chosen ends must be selected; Ultimately, vital prccedures of
avpralsal should be in evidence to ascertain student progress in uniocklng
unknov’m ffdi"dQQ .
Phonics and Reading

nation); Phonicskinstruction should aid students to associate individual

phonemes with their relsted graphemes, Learners, however, should not
aavaiai skills in phonetic analysis merely for the sake of doiag'so; %ather;
phonics skills should be utilitarian in natures Thus; what has been learned
mist be appried. Phonetic. analysis methods are then used %o identxfy words.

DeBoer and Dallmann wrote:

Over the yeers,. children haVe learned to read by various

méthods, including the synthetic. The _problem has been one of finding
a general approach that would be effective with the largest

possible number of children and that would lead to strong and con-

tlnuIng Interest in good reading throughout life. On_this ground,

the numerous methods that may be deseribed as analytic have been

widely accepted. There is"uo meaning in. phonemes. Only when they

- have been combined into worad parts, whole words,; phrases; and sent-

ences do they yield meaning; And since there can be o trie reading

without the apprehension of meaning, adherents to the meaning approach
.i :

2
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argue, the process should begin with the perception of the larger

wmits--words and their affixes.

Probably few persons in the field of teaching of reading

would disagree with the point of viev that no one becomes an -

efficient reader who has not learned--either by ,himself or vwith the
aid of another person, most likely the teacher--at least part of the
code giving the relation between the written symbols and the sounds

represented 'by them. _Furthermore, & number of peoplée im the field -
of reading contend tgit many boys and girls will greatly profit from
help in acquiring this complex skill. The dispute about phonics,

therefore; is not over the whether but over the how, the when, and
‘the what., S S i
_A second question is whether the approach to word recognition

should be synthetic or analytic. Advocstes of the symthetic method
favor teaching letters and graphemes, or phonograms, .first, and then
teaching children to analyze words into the sound elements that ’

comprise them. This second method is sometimes called the whole-

part=vhole method.l - i

Teachers and supervisors meed to dcvelop vital objectives emphasizing
phonics. Understandings, skills, and attitudes goals need emphasis in |
teaching and learning situations. éuaiify learning experiences need
selecting for students to achieve ihe chosen objectives. Relevart °
eppraisal procedures must be utilized o determine if students individually

have/have not attained the desired outcomes: Those objectives not attained A

by individual students should be identified. Remedial practice needs to
be provided so that chosen 65566£i?é§ can be achieved.

Which criterie should be utilizea in developing a quality program
of phonetic éﬁéi§§i§ in the reading cﬁrriéﬁlﬁﬁf

1. objectives should be stbainsble by students.

2. appropriate sequence in objectives must be in evidence.

3. balance among understanding; skills, and attitudinel goals should

be stressed.

- *John J. DeBoer and Mertha Dallmann, The Teaching of Resding.

 Thira
/edition. New York: Holt Rinehart ‘and Winston, Imc., 1070 pege 120.
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desired goals.
The above listed criteria would hold true for any word recognition

techniqgiie emphasized in the reading curriculum.
. Phonics instruction is highly beneficial to learners 1f consistency
between grapheme and phoneme is in evidence and yet the student is not
attempting to make the needed associations. If the iéérﬁérlﬁékéé frequent.
errors in pronouncing caﬁgigtéﬁtiy‘épéiiéd words, 5‘quéiity phonics curtric=
ulim may well iticreass réééiﬁg proficiency. There are a féﬁ.étﬁaéﬁté who

may not be able to hear sounds directly related to printed symbbié; It is
not advisable to force phonics objectives upon learners uﬁieés‘éhey can
benefit from the chosen learning activities: Séﬁéfiﬁé;; students will
infrequently ﬁiéi&é éﬁ"ifx»ééi:i:ééf association between grapheme and phoneme(s):
Human errors do occur in féé&iﬁé;réé ig true ‘of 1ife's éﬁaééiiiéfg; Thus,

rarely made by the learner. Becoming proficient in the use of phonics aids
students to recognize words independently and increase comprehension skills.
Consistency in grapheme-phoneme relationships is in evidence much more "

' following consonants reveal this consistent emphasis—-b, d, f, h, k; 1,

m, n, p» T, S, t, V, W, ¥, and z. It is advisable to stress whole word

photiics rather than isolated sounds. Thus, a word, such as "tan”; has

letter "'t" iéfﬁféﬁéﬁﬁéé& éé_"EﬁE;" the letter "a," as "aa;" -and the
10 ¢z [T TR ] PR T, | |
letter "n" as ''nuh:

In the preceding paragraph,; the writer has omitted the consonants
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"o," "g," "q®, and "x" &s being related to their’'respective sounds: The

consonant "c" may make either & "k" or "s" sound, such as cane and city.

The letter "g" can have & hard g sound (8ot) or & soft g sound (gem): Tne

tetter "g" 1s always followed by the letter "u"; resulting in words such

; as quartz, quick; quiet; and quite: The letters in combination "ﬁ" make

the same sound as the "qu" sequence in thé above jisted vords: "x" is slso

not needed in the spelling of words in English. In the word "x-ray," the
‘ , letter "x" could well be represented by ;éké;ﬁ. Thus,; the ietters c,;q, esnd -
x are ﬁnééééééry;ih consistant, grapheme--phoneme relationships:

Vowel inconsistencies are much more numerous as cotpared t6 consonants.
. : ‘The ‘common vowel lstters are a, e; i; o) end u. The one Vowel symbol in .

‘each of the five prev1ous letters may prov1de for diverse phonemes or

sounds. For example, the letter "a" is represented in each of the fbllowing

correctly spelled words.
" I hat: réﬁé,iéiiér "a"'has & short vowel Sound:

2. bait: The letter "a" has & long vowel sound followed by the silent

: _ letter "i"s , . : '

3. rate. The letter "a® has a long vowel sound with no silent letter

in sequence.

4. rare, The letter "a" is neither short nor long in sound, but is
governed by the letter "r", ' ’

Similar conclusions, as the above numbered items; can be made per—

taining to the other vowel letters e, i; o, and u.

Major generalizations realized pertaining to using phonetic .analysis in

the reading curriculum; involve the following: -

1. do not have students overgenerelize in the use of plionics. There

are too many 1ncon51stencies in grapheme-phoneme relationships.

2. emphasize phonetic anelysis to puide students to unloclo new words.

There are many consistent sound-symbol rela"igixs which hold true in identii‘ying
unl.nown pa.rts of a word or the whole wvord.
3. have students actually é.iip’ly acquired phonics generelizations: Learn-

ers may then percelve that what has been ettained is useable in unlocking new

words..r L : 26
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4: do rot have students Isolate sounds in pronouncing words when phonetic

analysis is being utIiized. Distortions 'in word ‘pronunciations occur when

isolated phonemes are being promounced. Close, not open Juncture, is involved

when pronouncing correctly sequentiml sounds within & word.

5. develop a sequential phoncis curriculum for students. Thus, learners

might be successful individna*s in goal attainment i

6.7 have students achieve reievant; not 1nsignif1cant phonics comclusions.

Mich veluable time is wasted in teaching-learning situations if mundance ob-
Jectives are being emphasized

T do not overempha51ze the importance of. phonics in the reasding cur-

riculum. Other w?rd recognition techniques are also significant.

‘words: This is especimlly true for young learners who are beginnming to develop

Va tasic sight vacabulary. For those who are aeveicping initiai reading skiiis,

each sequential page of content: Thus, if @ learner cannot 1dent1fy an ab-
stract word,.the picture on that same page mey unlock its éé}ééé% identification:
As students progress through diverse grade levels in reading achievement; the
use of picture clues becomes less salient and eventually umecessary. Vhy?

1. a ba51c sight vocabulary 'is developed; and the reader instantly identi-

fies ‘sequential words., -

é; fewer 1llustrations appear in booLs es succeeding grade levels are
reached by the involved student. College/univer51ty textbooks may contain no
illustratioas. ' ' :

3. the ultim=zte goal in reading is to 1dert1fy all abstract words as

sight words:. Rapid Identlflcation of words is then in evidence.

h; using pictures to i@éﬁ@%f? new words as a word recognition technique

should be only utilized as needed. Otherwise, it slows down the act of read-
ing in comprehending ideas: :

Eaigerz wrote the following -in emphasizing the utilization of picture clues

_in reading:

The teacher must develop a good file of pictures for use in classroom

teaching. These pictures; among other ways, can be used in a reading readiness

2ﬂarlow Ediger, Relevancy in the ElementarI,Cnrriculun Kirhsv1lle,
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program. If pupils are studying a unit on tho farm in social studies, they

can develop background information pertaining’ to the names of farm animels,

machinery, and buildings through the study of related pictures. Thus, lster

on when pupils may be reading content from basal readers on farm life, they will

understand the concepts“and generalizations better than if they had not had

the unit relating.to the farm. Building bvackground information is en importent

facet of & reading readiness program.

Reading readiness books from a basai series contain many pictures. Here,

the teacher must assist learners to develop interest in and d@iscuss the pictures.

Many valuable suggestions are 5iven in the manual in helping teachers provide

interesting, meéningfui and purposeful learning activ1ties. The teacher mist

be creative in using the sugguestions for tewching. In sSome cases, the exper-

ienced teacher may think of better methods and Epproaches to use in teaching ¢

than those given in the manual: The manusal is a guide and is not prescriptive.

‘As a result of studying pictures from the teacher's own file and from the

reaaing readiness series of & basal reader; the child should think in terms of

Pictures supplying valuable information in Yearning. The learner when reading

in & formal reading program can be aided in identifying and unlocking new words

* with the use of picture clues. For example; if a chiid is reading content on

a specifi: page, he may not know the correct pronunciétion of & particular word

such as "lamb." He looks &t & picture on the same page from which he is reading

and in the illustration a lamb is pictured. This word mekes sense whthin the

sentence. Thus, the learner has used picture clues to determine the meaning
of the new word. Pupils need to have ample opportunities to study pictures in
a readlng readiness program to develop background information as well as to be
able to use pictures later in formal reeding programs to unlock and identify

new words.

1. ma?e certain the 1i1ustration used are unders andable by learners.rff

new words

2. guide students to use pictures to identify unknown words. Thus; an

111ustration may actually eouai the unknown word.

3. do not have learnmers become too dependent upon the use of pictures to

wilock unknown words. A major goal of reading instructionm is to assist each

student to develop and retain a basic sight vacabulary: The use of p1cture

clues is a tool for studemts to use in being abie to ‘identify unknown words.
llo word reco tion technique is an end in and of itself. Rather, word attack”
skills are ugg; """

Major conclusions involving the use of picture clies might well include the
following:

1. p1cture clues and their utilﬂzation should not become a crutch to 1earn-

é; 1ide students to become Increa51ngly 1ndependent in word 1dentif1ca«
, the use of picture clues should be deempha51ue3 sequentially.
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Recogniuing sight words stresses maturity in reading comprehensien.r Pictures

should, however, be utilized to deveilop bachground information witliin leartiers

in order to achieve readiness for reading a ngen selection;

3. assist learners to become proficient in picture clue identification
within the framevork of a reading readiness curriculum

L. illustrations may be utilized as needed; to develop accuracy of con-

cepts auad generalizétions in order to comprehend aebstract content,

Syllabication and Word Recognition
R o B ~ B o o
If a student cannot recognize a particular word, syllabication may be .

utilized to aid in recognition of what is unknown. Relevant bﬁééefives fﬁeu
need selecting which will stimulate students to utilize syllabication as .
word réébghitibh technique. Tﬁus; if & learmer is urable to identify the word
"unlike;" he/she may divide the word into two clearly discernable syllables

"un" and "like." Navbe the involved learner has had previous experiences with
words that begin with the prefix "un;" such as in undo; unimportant; uncertain;
and uninsured. : Meaning, no doubt, has then been attached previously to the
. prefix "un," meaning "not." Surely, at this level of &chievement, the-student
identifies and understands the rbot word "like" in "unlike." & new arrangement
Qéf ireGiéusiﬁ aéguiréa content assists the student te identify the sriginal
unknown word "unlike:™
Students need to be able to 1dent1fy and sttach meaning to cormmonly used
prefixes which have high transfer value: These prefixes include "un,;" "ex;"
"dis," "re;“ and "ir." ‘Commonly used suffexes should also be ﬁésferea.ﬁi

learners. These suffixes; among others, might well include "

er" (singer).
"l (Cuvful), and "less" (endless) Lessons for stuaéhts'shduia erphasize af-
_ fiyes (prefixes and sufflxes) which are applicable and transferable in unlock 1ng
and uhdérstéhdzhg riew words.
?ér+aiﬁing to the utilization of syllabication to identify new words, Bush

and iiuéisner3 emphasize the imborféhée of pupils achievirg the following syllabi-

Clifford Bush and Mildred Buebner _Sr_a;egies.ibr;IhE.Bead:n" |n_Ih£ Elemen-

©




28

cation generalizations:

1. When two consonants, or double c0nsonants, appear between two vowels,

the syllable dlvxsxon is made between the consonants.

ium-ber sud-den car-ry
.. ' 1
2. There are as many syllsble as there are vowel sounds.

be-lieve : dam-age write

3. A single consonant between vowels usually goes with the® second vowel.

e-lect de-cide hu-mid
L. Consonant digraphs and biends are not aIVIded;

tel-e-phone . weath-er , fish-er-man.

5. ? eflxes and sufflxes form separate syllables.
un-wra; life-~less dis-band-ing .

6 The 1nflectlonal endlngs —1ble, cle; -dle; -gle; -ple, and —tle form

the flnal syllable. o )
subtle . ta-ble sté:ﬁle

7; When the letter X 1s oreceded and followed by vowels, it is alaced in
the syllable with the preceding vowel.

ex-act : . tax-i | . ox—y';jgen

Major conclusions emphasizing syllabication as a technique to- identify un-
known words inciuge:

_ 1. it is one tool; atong with other methods, applicable to ascertaining

-
correct identification of new words;

2. students should not overly analyze any unknown word.” To do so may

meke for reading in a halting and overly anslyticat mamner. The entire worad needs

to be pronouunced so that sequential phonemes are stressed in correct pronunc1&tlon.

3. the use of syllabication can be a rather rapid@ means of unlocklng un-

known words. Once an initial prefix has been identified; the involved learner -

may then readlly recognize the ensuing root word.

BJ teechlng commonly used prefixes and sufflxes can greatly assist students
to 1dent1fy many new words.

5. excessive drill on arfixes may destroy learner interest in reading.
Structural Analysis and Word Recognition
Structurat analeIs is cioseiy related to the utillzatlon of syllabication-in

identifying new words. In fact, when new words are identified through the use of:

30
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prefixes; suffixes, and root words; both structural snalysis and syllabication
are being used. 'Each part is meaningful. Meaningful parts, which caﬁn@f be
divided any further within a word ere known as morphemes.

In selected situations; a word can be divided further then the number of

is in evidence: boys, girls; cows; Digs; rags, dogs,; chicks; and sheets: And

_Yet the "s" ending for each word is a morpheme. A plural noun is in evidence:
The first word listed above i5 boys." "Boy" is meaningful in and of itseif and

is singular in number. A&éing an "s" to the noiun “56&“ indicates more than one
or plural in number. The word "boy" as well as the "s" ending are morphemes.

Each has a unique meaning of its very own. The "s" ending is an ifflected form of

syllable: walked, talked, jumped, and bumped. The first listed word in its in-=
flected form contains "walk" as one morpheme: It contains a meaningful gﬁit in -
and of itself. The inflection "ed" also is a morpheme with its own special
meaning. Thus, the word "walked" has been analyzed into "walk" and its inflected
ending "ed." Two morphemes being in evidence as to its structure: The other
listed words in the same set--talked; jumped; and bumped--also each contain a root

word plus their "ed" inflected endings. These words then emphasize a pattern or

unfamilisr until.it is analyzed as to root word which has been identified pre-
viously: The only unknown may be that the familiar "s" needs to be added to the
previously recognized root word in ccnfexff The unknown word theﬁ is recognized
by combining familiar elements--a previously recognized root word and a ﬁrevibuéiy
jdentified inflection.

Relevant conciusions to be emphasized in utilizing structursl analysis in
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~word recognition include:

1. sStudents need to become proficient in noticing structural elements within
a word. Words do possess a structure or pattern. Inflected endings of words
come in patterns.- ThuS; changing words from singular to plural, in many cases
emphasizes adding the letter "s." Much consistency in patterning is in emphasis
here. " i <

é. Nunerousotherpatterns also are 1n evidence 1n the Engllsh language.
Words follow consistent patterns, such as ban, can, fan, .man, pan, ran, tan, and

van. Words also may follow & pattern in spelling but emphasize diverse pronun-
c1at10ns, such &s cough, bough, dough, rough tough, and through.

3. . sentences can follow rather cons1stent patterns Linguists hHave identi-
fied the following ﬁatterns of sentences:

(a) subject--predicate (noun--verb), Dogs run.

(b) subject--predicate—-direct object (noun--verb--noun), Dogs chew bones.

(c) subject—predicate--indirect object--direct object (noun——verb——noun——

noun), Bill gave John a gift. §
(d) subject——llnklng verb——predlcate adjectlve (noun/linking verb/nredlcate

adjective), The box is large.

(e) subject——ilnkxng verb—-predicate nomanatlve (noun——ixnkxng verb--noun) ,;

John is _a cowboy.

his dog Shep.

Sight Words in the Reading Curriculum

Ultimately, the goal in teaching réaaiﬁg i§ to have stuéénts immediately
identify words, phrases, sentences, and s quentlal paragraphs. Thus, the sight
method is utilized to recognize words. Generally, prior to identifying unknown

wcras, thcugh the sight method, stu&ents need to aeveibp prcficiency in the use of

To ccmprehend subject matter read;_each student needs to use the sight method
for fluent reading: Fluency in word recognition aids in comprehending mesnings
" of abstract content: Word caiiing and/or excessive analysis of individual ﬁér&s
hinders in the area of comprehension: Fach person reads to understand and a%%éeg

meaning to seqnentlai graphemes.

Humerous studles have been made of basal sight words that each learner shouid

&6§ﬁ1re on the primary grade years. The slght words are essent1al to master in

’ -



order that frééﬁéﬁii& used words may be identified by students. The Dolch 1list
represents research study results in selecting vit&l words for all to master as

necessary sight words. The Dolch' list emphasizes the following 220 words:

a six no : sleep " new ' would 51@&
I be long cold well hot wish
too today yes will . have oven carry
to not an pretty how light know
two ' little three them, ~ keep their onily
the - one _ this when drink pull pick
in '~ black around round sit " may don't
see my was_ . am ' made goes gave
into at_ Just white went smatl every
and all ten funny " has find which
up ' s0 get put seven could our
blie by if : take - right - fail want
she . do soon of vhy think thank
yellow are its =~ = say please far better
he him some -  oOr upon found clean
.go her from ran give read been
you on fly work once were never
we green them with together best those
big eat but there us ‘because write
red four |, as about - tell grow first
Jump said ~  under after . ate fast these
it . away before what where off both
play run walk ask many draw © shall
down they stop sing warm bring own
for that out must laugh got hurt
oid going - his five live . always eight
is aid make myself how ~ much - wash
me " who your over cotie does. full
ook . like ride - out buy show use
can come help - let. very any done
good had - - call again hold try start
brown saw here

Why Should learners be able to identify a core of words in terms of using’
the sight method?

] 1. the involved words are significant snd relevant: Reading errors will

become less frequent as these commonly used words are mastered.

2. an improved seif concept should be an important end result when learn-

ers become prof1c1ent readers. Reading skills are aided by acquiring. a basal

sight vecabulary which are transferable to new content being read.

3. additional words can be mastered using sight msthods after a core of

essentlal words have been acquired: Sequential reading progress is then

built upon the attainment of basai sight words.

bE. W. Dolch,s A—Manual‘iorfﬁemed;alfgeadlnn. Champaign, Illinois: The
Gerrard Press, l9h5. page 29. L ‘
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Context Clues in ﬁeading.

If = learner is unable to identify a ﬁ'o'r'd, context clues may be utilized
to recognize the unknown. An unidentified word may be recognized by réiating
it to the known. Generally, m few words only, will fit the space of the uni=
known word as it relates to the other words in the sentence. Thus, context clues
are utilized. A word must make sense or be meaningful with other words in terms
of word order or syntax: | i

Sometimes, & student may substitute for the vmknown a word that just ¢oes
not fit in. Context clues are then not being utilized: -Learners need tc be
gulded to choose words for the unknown words, in order that a meanxngfui sen-

tence results It may also be necessary to utlllze addltlonai word recongition-

makes meaningful contént, and yet is not the correct word. With appfapfiaté
kriowledge of phonics, the initial consonant .etter of the unknown word will
certa1nly aid in 1dent1fy1ng the correct word w1th1n a contextual s1tuatlon.

Pertalnlng to the use of context clues, Walcott, et. al.5 wrote:

The deductlon of meanlng from context however, 1s extremely susceptlble

to error. thldren, students, and adults allke may draw more false 1nferences

than correct ones: People, furthermore, are often the prey of they f1rst i~

pressions. They get @n jdea ebout somethlng, wh1ch fits there-upon into a

system of ideas; thereafter, whether through hab1t or stubbornness they do not.

get rid of it: Perhaps they cannot ‘get rid of it; and one completely mlstaken

idea about the meaning of a word mey lead to dlstortion upon distortion of the

meanlngs of other words that are (or seem to be) related to it. Then there comes

a point in the 1ife of a student when he reads a passage of unusual dIffxculty—

-not great difficulty, but a dIffIcuity that puts it just a bit above what he.

has been used to. -He reads among a vocabulary containing numerous words that he

has seen before and loosely defined from context; so every word is familiar--

and yet he does not make any sense at aiifofﬁthe passage. He may reread it

vhile his mind wanders. He may give up in frustration. -He may become indig-
nént because he flnds the author so unclear. Or worst of all he may suppiy_

what is there on the page. B
Ve have all had this experience, and ?irtﬁall? évér? adult we havé con-
su1téi admits that hé has had it too A similar éxpériéncé::but not the samé--

SCharles Child Walcutt, et. al. Teaching Reading. New York: The Macmillan
Combany, 1974, pages 269 and 270. - : ,
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hangs not so much on a flow of partly known words but rat¥®r on just a few un-
familiar words,; & few key words’ that E’bsolutely contrsLAhe meaning. = We have

dawvdled and stumbled over such passages* too, guessin-/at the unfamiliar words

and perchance making very bad or yg;yipazy guesscs* and we loock up from the
Page in a daze; not having any clear sense &t zll of the meaning of what we
have read. . .

! H

Generalizations which are appiicable involving the use of context clues
may well include the following:

1. 7context clues and their uses are an important means of recognlzxng niew

words. Meaning is then attached to words selected to fiix for the unknowrn.

2. the utilization cfcontext clues is also applicable in deflnxng mean-

ings of words. Generally, the other words in the sentence wiiil provide the

contextual meaning of a word. Authors may also directly define a word or pro-:

vide related synonymns or antonyms.

In 6ioging

unlock unknown words. These word reccgnifion»fechniquéé &re not ends in and of
' Ll Y T S , L
théﬁsélvéé. Rather; they are means to an end, that is to aid in word recognition.

Students need to develop sklils in using word recognltlon technlques, as néédédg

The follOW1ng word recognition techanues were discussed:

1. phonics with its emphasis upon grapheme (symbol) and phoneme (sound)
rélatlonship§ to identify new words.
é, plcture clues whlch stress the utlixzatxon of illustrations on a
prlnted page to aid in unlocking unknown words.
3. syiiailcatlon w1th its advocacy of d1v1d1ng an unknown word into syi-
lables and thus make & word recognizable through analy21ng of its parts. .

L. structural analysis with its emphas1s upon noticing the structure of a
word: Words may well pattern with other words when an initial consonant is
changed and @ new word results, e. g._ bat, cat, fat, hat, mat, pat; rat; sat,
and vat. Also there are numerous inflections w1th words. The "s," and "ed"
endlngs are commonly recognlzed inflections, e. g. boy, boys, and walk, walked.

Seritences 'in reading selections &dlsoc follow patterns.

5;, sight words thch emphasize look and say methods. Ultimately, all
words in reading ideally should become sight words. . _

35




‘ 6. context clues Vlth its stress on words chosen for an unknown work in
& sentence must make for inherent sence and be meaningful
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COMPREHENSION IN THE READING CURRICULUM

Why do individuals read abstract words? Persons rééd to comprehend and attach

orally call words. These students mlght even be able to 1dent1fy Words éppropriétély
in reading: Understanding what has been read, however, is lacking.
Why do students fail to comprehend what has been read?

1. An 1nadequate number of words are being identified properly. Thus; compre-
hen51on goes downhill: ’

2. Ideas eypressed in the selection .are too complex to understand.

3. The learnef possesses a limited vaaasaia;y and cannot understand content
read. .
L, Readiness for reading a selection was not in evidence. Background informstio

was lacking and the student could not understand content being read: There needs.to

be enough famlllarlty with the selection to be read so that the learner may abtach
meaning to abstract materlals.

5. Purnose or reasons for readlng a glven Selection were lacklng. Students need
to perceive value in readlng subject matter.

. 6. The selection toc be read did not meet the inferest needs of the stuéent.

8. Personal and social problems affllct the student Time spenf on £gte proB:
lems h1nder in acqulrlng ideas. - LI '
There are diverse kinds of comprehension in the reading curricuium;. There

2

is considerable agreement among reading spec1allsts as to different categorlzed tynes

of reading comprehension: .
Reading to Acquire Facts
It is significant to be able to glean relevant facts from content read. Facts
are specific and provide rew materials for more complex leveis of thinkings Thus;
teachers need to guide students to become increasingly proficient in reading factual

content effectively.

37
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If the teacher guides Iearners in selecting vital facts from those less saiiént;
this shouid aid students to determine relevancy. Many facts can be in print in a,
given reading selection, certainly selection needs to be invplved in evaluating that
which is to be retained.® Vital facts need to be meaningful to the involved reader.
- Concrete materials (objects and items) as well as the semi-concrete (illustrations;
films, fil@Strips; transparencies, and slides) individually or collectively, when
available, may well assist learners to understand factual content.

Prior to reading subject matter involving numerous facts, & purvose should be

Stated by the teacher &s to which are salient to glean from the nonsatient: Thus;
a teacher could ask students to read for the following purpose: Which facts tell us
why VWorld War II was fought? Lé%é read to %iﬁ& out: The reader then is to zero

reading selection then may not need to be pinpointed.
Which problems might a teacher encounter in assisting students $o comprehend
factual content?

1: there are too many facts in a selectlon for students to read and retaln
TsIng vital criteria to meke selectlons in terms of those belng worthwhile to grasb

is important.

2. students lack background 1nformat10n i understanding facts read. Clarity

3. means in expre551ng the facts 1n written materials leave much to be desired.

Facts can be stated in meaningful as well as vague Vays:,,;@,w}}iﬁ?§,PP,t° the teacher
then to guide students.to attach meaning to a given selection in reading:.

e O ube R
Pertaining to reading comprehension, Russell™ wrote:

Qone writers define comnrehenslon as the abllity to get meanlng from the. printed

vage in the form in which the author presents ‘it and interpretation as occurring when

the reader goes beyond the stated meaning. The two often overlap. In ‘the inter-

mediate and- upper grades it seems more exact: to speak of many reading comprehensions
rather than a s:npie comprehen51on for all readlng. As 1nd1cated above, puplls who

In the prinary grades the’ comprehen51on of many puplls is limlted to 1nd1vidual

words; to grasning sentence meaning, and to readlng short naragranhs or stories for

. generzl impression or for some: details. At some stage in the 1ntermediate grades

most children will be able to expand these abilities gradually so as to acquire a

Yavid i: Russell, Children Learn to Read: New York: gi&ii&éii Publishing

Corpany , 1961, page 245!
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what has been read due to inappropriate sequential thinking.
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wider range of comprehension. Analysis of reading activities in intermediate and
senior grades indicates that a least ten or twelve comprehension abilities shouid

be rracticed and ma1nta1ned in the intermediate and senior grades.

) o .Reading for Sequence :

A second significant purpose for reading pertains to scquiring sequential con-

tent. Content then must be understood in a selected order and not at random.
— . ) o o .~
Thus; presidents; prime ministers; and kings in diverse natiohs appeared in a def—

inite sequence--first, second third; fourth; =nd so‘on. How something is done in

térms of tasks completed may aiso stress a sperific order of completion. Erroneous

prodicts have been completed; proper seguence in their completion left much to te

desired. Each student then needs guidance to attach meanxng to abstract content

hy devei0p1ng approprlate order.
After'aevéioping readiness for reading a given selection; the teacher may have
students read for the following sequence: lets read to find out the order of bat-

tles fought during the early phases of World Var II. Sequence is highly significant
when answering the above named purpose. Llstlng the battles in random order does

not harmonize with the stated purpose. Learners, in general, may not understand

IS

Which problems might students encounter when the purpose in reading is to gain
sequential content? . : v

1. 3lemrners may not understand what is meant by the concept "SeQUence.

2. students have not had adequate practice in readlng for sequentia; content

Thus, reading for a sequence of ideas has been greatly minimized 1n the reading
curr1culum ’

3. the teacher may have belleved that there is one kind of/comprehen51on,

rather than specific purvoses in comprehension; 1nciud1ng readlng to achIeve sequen—
tial ideas. - / -

Eaiger2 wrote:

‘tent in many dlfferent curr1culum areas. For example, 1f puplls are read;ng 1nfor— -

j
77?Hariow Ediper; Relevancy in the Elementary eurriculém, Kirksville. Missouri:
Simpson Publlshlng Company 1975, 1 page 88 o / .
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. or in a newspaper.
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mation on Eskims's building sleds for use in the Arctic areas,.the purpose may
arise in reading as to how the sleds are built. The child would then read content
pertaining to the order or seguence of steps involved in building the sled.
Historical content very freguently deals with order of happenlngs Too many
puplls have erroneously generalized that George Washington was the first president

while ﬁbraham Lincoln was the second president of the United States. The sequence;

' of course is incorrect. A piurpose in reading historical content related to the

apnronrlate unit could be the followlng lets read to find out who the first four

presxdents of the United States were in order of their becomlng president.

Readlng to Follow Dlrectlons

Among others; skill develcoped in following wrltten/prlnted directions is very

" relevant. Stn&ents in Ieisure time activities read directions in order to make

models; as well as complete products: 1In society recipes are read to prepare food
items; rmanuals are followed to wire a builéing for electricity:or to install an

appliance.
In school; students need to read directions carefully iE‘Br&ér to work an

exercise in a workbook correctly or to answer questions correctly at the end of the

chepter within a basal textbook. Incorrect responses to a test may come from in-
accurate reading.of ensuing direction.

In rezding to follow directions, students.need to:
1. analyze what i's salient to follow iﬁ'thé ihétruétibné.
2. notlce the order to follow in fulfllllng requ;rements glven 1n the direc-

tions. Many times, the order or segquence in following 1nstructi6hs°ls highly
51gn1f1cant. :

3. réad content in an unaerstanaaﬁie manner.

Ls perCEIve the glven ilrectlons, as 1ntended by the wrlter.

<

1 Followlng re01pesﬂ ‘ : S
2 Following written directions for making a desired art’or craft object:
3.. Following charted directions and rules for playing gemes: B

L. Learning to. read timetables. _ :

5 Rzading driver's manuals for procuring licenses. "

6. .Giving orders from menus which contain varied choices; an opportunIty for
_  role-playing.

T.  Practicing ordering materials from a catalog or advertISement on a box

o

e
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8. Following practice directions 1n special teacher—developed materlals. ng

example, . :
a. 'Put an arrow GF) over the verb in th1s sentence The teacher smiled
sadly.

b. Put a star Eiﬁ over the subject in this senterce: . Cows like to eat hay.

L]

Reading to Achieve Generalizations N
Each student needs to become proficient iﬁ' developing generalizations which -
cover vital facts. The facts support one or more generalizations: Thus , severai
facts will SubStantiate a generalization. To remember isolated facts oniy; may weii

hinder retention of sﬁbéect matter read. Facts should rather be related to and sup-
?ort a generaiization. Content percelved as belng related is easier to remember as
compared to isoiated content.. It behooves the teacher then to guide students indiv-
iduslly to ach1eve broad ideas (generallzatlons) 7
The teacher_of reading can assistystudents to aéhieve generalizations: By
asking learners to state in one sentence what a given reading selection teils us;

-3

students may then respond with approprlate sentences in a brainstorﬁing session.
Each sentence given may be evaluated by having 1earners QiVé supportihg facts;
Erroneous generalizations which do not have adequate supporting facts are then disi
carded. The teacher or & student may list o generalization on the chalkboghd as
givén by involved séiﬁ&éﬁté; Bﬁ&é;ﬁéé%ﬁ'Eﬁé ééneraiizat{on, related sﬁp::

1nc1ude the follow1ng 4 ; , : . : s

. . : .
1. inadéquaté;facts are given to sﬁpbort,a_generaliiatioﬁ;
~ 2.overgeneralizing occurs. Students Jump to a conclusion based on Iﬁaaeiﬁéte
data. . . .
. 3: factual information in and of itself 1s stated as one or more generaliza-
tions:

4. 1learners do not understand concepts pertalning to facts subportlng a
gereralizatign. :

L]
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b



Smith' st. al. wrote:

Skills need to be given prominence in teaching reading, particularly at the

early stages of reading instruction. Whether one favors a skill-based curriculum i in

reading or a somewhat softer line in treating reading skill development; a focus on
the 1mportant skills is a pragmatic matter. The identification of Important skilis

is essential for eff1c1ent diagnosis; systematic organization of Instructional mat~

erlals and procedures, and effective assessment of the outcomes of reading instruc-

tion. Our @iscussion provides perspective for viewing skills and skill instruction:
Benefits and concerns associated with the development and inplementation of a

sklll-based approach.to teaching readlng are considered. Many apparent critics of

teaching ba51c reading skills are, in fact, criticizing the trappings-~such as in-

 structional menagement systems, behav1oral objectives; criterion-referenced tesis,

and accountability schemes~<that are freguently part of skill~based programs. We

maintain that the trappinss -often are ill conceéived. and/or badly used and so should

* not adversely affect attlTﬁdes toward teaching skills. Pragmatic ways for dealing

with the problems encountered in teachlng skills are suggested.

Critical Reading
With the explosion of knowledge, increased skill needs to %é developed by stu~
dents éo read content critically: Thus, subject matter is belng enalyzed. Facts
are separsted from opinions, éééﬁrate from inaccurate content; and f'antasy from

emphasized when critical reading is in evidence. -

ing d1rectlons. However; within tlre framework of the previously identified purposes,

students need to anaiyzé. The faété; sequential content, and relevant directions
Problems involving critical reading pertain to the following:

1. students may not have adequate background information.

2; cognltlon 1evels are not adequately developed to engage in hlgher levels
of thlnklng, such as crltlcally evaluating what has been read.

3: abstract ideas might be emphasized tp the exclusion of concrété conclusions.
Involving critical thinking forlleé.rfleré in the reading curriculum, Benjamin®
Bloom and associates identified the following ascending levels of complexity in the

cognitive domain:

thchard J. Smith, et. al. EhefSchoolABeadinzrProgram— Boston: Houghton—
leflin .Company, 1978, pages 61 and 62. : :
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1. knowledge or recall ievel » i

2. comprehension of content

3. application of previously aaqéiféa subject natter:

L. analysis, gich as separating facts from opinions; and fantasy from reality.
. synthesis—developing a hypothesis.

6. evaluation in terms of criteria or standaras:

Creative Reading

"To live well in society, individuals need to be creative. Urigue, novel means

then are needed to identify and solve relevant problems: Traditional approaches in

solving problems may not work: Also: most persons like and enjoy being creative.
What is within the. student then comes to the surface in terms of ideas, products,

Skillsy and attitudes. That which is novel to an individual amounts to creative
endeavors. Tt is difficult to come up with content which is creative for an enmtire

group. However, for the involved individual, thet which is new and unique needs
prizing. The latter situation truly involves the creative.

In the area of reading, individuals reveal creative behaviors by:
1. providing Qnique interpretations of subject matter read.

B-F iéfééiéing'gaps'in the reading materials being pursued.
3: ‘raising novel related questions: |
L: . being skillful in playing with ideas:

5. desiring to reveal comprehensior of content in unique ways.
6. being able to play roles of individuals in content read.
7. wishing to alter the settinc. characters; and plot in stories resd. -

8. answering "what-if" questions in a creative manner:

® list the following

Pertaining to creativity in the ctrriculum, Tiedt and Tiedt

traits of the creative person:

®fris M. Tiedt and Sidney W: Tiedt: Contemporary English in the Elementary
School. Prentice-Hall; Inc.; 1975; page 151: .
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Nonconformity of ideas, but not nece 11y of dress and behavior
Egotism and feelings of destiny

Great curiosity, desire to distover the answer
Sense of humor and playfulness
Perserverance on self-started projects

Intense emotions, sincerity

Tendency to be shy

Lack of rigidity

W ~ONVU B IN

Creativity in reading does not emphasize:
1. conformity behavior on the part Of students.

2. r1ght answers to questions in the reading curriculum. Rather, guestions
are open-ended allowlng for speculation to identified problems.

3. teacher determined tehavior for students:

L. memorizationm of facts; concepts, and generalizationms:

Reading to Solve Problems
Life itself demands the identification and solutions to problems. Thus; it is
sifmificant for students also to engage in problems solving experiences. Numerous

educators 1dent1‘y the following flexible steps in problem solv1ng-
1. identification of the problem.
2. eather data in order to solve the identified problems.
3. lééiféi’o’p a ﬁﬁbtﬁééié\ (or hypotheses).
L. test the hypothesis in a realistic setting.
5. revise or modify the hypothesis, if necessary.
In the above named st@ps in problem solving; learners mey vell identify problems

when reading. One approach, among others, in data gathering is to read vital content.:

The chosen hyvothesis, among other methods; may be tested-through reading. Through

reading, the original hypothesis may experience revision or modification:

S - S
Pertaining to problem solving Ediger wrote: :

The teacher in each unit of study must ask. stimulatlny questlons of pupils.

Thus; Pupils may be guided in using a variety of reference sources in attempting

to solve these probiems: Uitimately,; a hypothesis relating to the problem may A

be developéd and evaluated. In gathering content to solve problems,; no effort

i .

6Marlovv Ediger, The’ Elementary Curriculum; A° Handbook. Kirksville, Missouri:

°impson Publishlng Company 1077, page 130. : |
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-
should be given to utilize a specific academic discipline only. Emphasis rather
should be placed upon obtaining information relamtive to solving specific problem
areas. -
Problem solving does not advocate:
‘1. teacher determination of problematic situations.
- 2. students memorizing predetermined content:

W

the use of programmed instruction.

k. the utilization of measurable, behaviorally stated goals:

' In Summary

‘There are diverse plans available in reading to guide learner comprehension:
Among others, these include:

1. reading to secure vital facts.

2. reading to.gain sequential content.

3: reading to follow directions. | ' ' 7 .

reading to attain relevant generalizations.

=

5. reading content critically:’
6. reading ideas in a creative mannmer:
7. reading to acquire solutions to problems:

_ Teachers and supervisors need to become highly knowledgeble of the above named

L

purposes. Skill needs to be developed by teachers to implement comprehensive pro- i

,,,,,,,,,,,,, _ X

grams to aid léarners in reading comprehension. Appropriate learning activities
then need to be in evidence to aid students to comprehend what has been read: Ul-
timately, & quality program of evaluation needs to be in evidence to determine if

each student has achieved relevant comprehension skills.
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EVALUATING THE READING CURRICULUM

Téééhéfsiénd'snpeféiS6fs need to provide quality éi?érienééé in réaaiﬁg for .
each learner. Students individually must aéhieve optimally in learning to read.
How might a school system appraise the effectiveness of the present reading cur-
riculum?

Evailuation of Objectives

Each objective needs to be assessed thoroughly: The ends need to be vital to
guide students to attain as well &s possible in word sttack skills, comprehension,
and work giiay,giiiig; Word attack objectives include utilizing context, picture,
éé&?iéﬁ?&%iéﬁ, é%?ﬁéiﬁi&i shelysis; phonetic; and syllabication clues to unlock
' unknown wordss
To emphasize comprehension objectives, learners should achieve skills im
reading to acquire facts, directions, and & sequence of idess. Alsc, students

need to read critically and creatively, as well as scan vital ideas.

Work study ends might stress the effective use of: S -
1. dictionaries and encyclopedias. ' . ' .

2. thesaurus and almanacs. .
3. miltiple series textbooks.
4. glossaries, the index, and table of contents:
5. atlases, maps, globes, and charts;.
6. graphs, tables, and figures;

‘ Obaectives provide direction in terms of whatféiﬁdeﬁié are to learn. Balance
among understandings (learning facts, concepts, and generaiizations),.skiiis (apply— -
ing what has been learned), and attitudin&l (feeiings, vaines, and be;iefs§ goals .
rneed to be stressed in ongoing units of study | _

6Bjec£iveevfsf Btudent if%ainment should meet seiected criteria. Amiong 6tﬁé?
standards, ijeciives shon; avbe: - . | ' Lo - L s o

aw’
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1. vitsl snd relevamt.

‘2. purposeful and acceptable for learners.

3. interesting end meaningful.

L. Gchallenging and provide for individual differentes.

5. utilitarien and useful in new learning situstions:

6. attainable on the part of students:

Issues to consider in the selection of goals in the remding curriculum might o
be the following: | ' |

1. general vefsﬁs ﬁéééﬁf&hi? stated.

2. activity centered versus subject matter emphasis:

3. process as compared to product orientated:

L. student centered versus teacher determined:

5. inductive versus deductive emphasis.

6. multi-media versus textbook—workbook emphasis.

Lapp and flood1 wrote'

After determaning specific béhavioral objectives; you need to adjust the pro—
gram to the students' needs. This can be accomplished through formal: and 1nformal
assessients of your students. Informal assessment might include an analysis of:

1. the reading levels of the texts to be read 3

é. which children can easily read the texts; who will require minimal help,
“and who needs a great deal of help _ ‘
3. the writing, listening, and speaking skills required to complete each
e the types of abilities each child has as they related to each area.

5: ' the content area. concepts being explored .
6. what the children‘know about the content areas that are being explored.

task

Procedures for informal assessment mi ght include.f»(l) a general class ais-
cussion, (2) knowledge from previous assignments, or (3) a game, worksheet; or
reading assignment. After determining the relationship between the goals to be
accomplished and the skills and information possessed by each child, you can begin.:

to determine basic grouping patterns. ' o -

o

a
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acquiring ﬁnderSEEnds;'skiiis; und sttitudinal goais effectively. Which object-
ives then should be sttained first; second, third, and soc om? ?rbpefAEEQﬁéneiné of
cbjectives is important in that learners need to sttein optimally in moving from
the simple increasingly to the more complex ‘or from the' concrete to the semi-
concrete and then to the abstract. i.

One approach in emphasizing sequence is to have students choose: the erder of
experiences within & fiexibie enviromment: Thus, for example, in individualized
reading; & Iearner selects which library books to read seduéntiﬁiiﬁ:. After reading
& book; the student has & .conference with the teacher to appralse progress. After :

the compietion of each conference with the teacher, the learner is ready to select

the next 1ibrary book to read: The teacher intervenes in ibrary book seiection

1f the student is unable to choose and compiete the reading of & book: .

experiences. Sequence; it is felt; resides within the invoived iearner; Others;

The student in 1nd1viduallzed readlng must do the process1ng of content. A teacher

determlned reading currlculum does not work, according to advocates of 1ndiﬁidﬁéiii€d

?éﬁding. Hﬁmﬁhisﬁ; as a §s?éh6163? of leﬁrniné; strbngl? Edibéﬁtes concepts such

as the followlng. . .
1. student-teache: planning of the curriculum. .

2. learners choosing from aiiong diverse objectives which to achieve and
which to omit. , v '

3. learnlng centers from which students may segquence their own tasks.

L. students being involved in determining dbjectivrs within a contract system.

Veatch2 wrote.

'The dlfference lies in the instructional role of the teacher, For example, in

A,weekly or biweekly,period .
Little or no actual instruction

_ . 2Jeen6tte Veatch Individunlizing Your Readin E;EZQEEQE, New York- G. P. Putnams
Sons, pages IV and x.' \ : — . s
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Littie attention to skili deveiopment

Teacher largely free and insactive once books are chosen

Reading entirely silent

A quite aifferent picture is found in the individuaiized sppromch,; to wit:

A deily resding period . : .

Continual instruction

Teacher active and in. demamd

Concern for skill develorment

Reading silent with i‘?ec]uéﬁf 6§§6rtun ties to read orally to the teacher and

to the cilass

As such it ﬁéé certain prime cﬁéfécﬁefiéiicé iﬁéﬁméééﬁfiféé&f&iégé;Bfﬁtﬁei777
variations'in practice found throughout the ' country. There are: 7}}7§ei§:§e;egt§9§_
9?”@3§§??91”?¥ pygii§ for thezr owﬁ Instruction, 2) individual conferences between
or proficiency in reading.

Many teacher$ confuse an 1ndividualized approach a.nd recreationa.l rea.ding be-

cause both entail seif—seiection of books.

sequence measurably stated objectives for learnmer attainment. The ends can be an-
nounced to students prior to each lesson ﬁf-eé‘eitétioﬁ;“ The bisjéctiﬁee are épecific
in that the teacher may measure 1f ; learner has or has i&t.liaééﬁ successful in goal
attainment. - | . .

ends for each lesson. Only those stimuli pecessary to attain each objective Ehéﬁid
be contained in the daily lesson ﬁiﬁﬁ. Aftér iﬁéttﬁétiéﬁ;‘tﬁé téiéﬁér should measure

Idbserve to ascertain 1if dbjectives stressed 40 the lesson have been achieved. ﬁiii

¢ e

- téi? léirﬁiﬁg ié'théﬁ Béiﬁg,éﬁ?ﬁiﬁiiéa.

Mastery ieirﬁiﬁg advocates Stress the significance of:

] 1. teachers and ‘Bupervisors deciding upon_ what-{the objectives) pupils.are to
learn.. They also detemine géquence for student learning. ‘

27 behnviorally stated objectives and their use.’ These goals are -precise iﬁd ‘
_ specific, not generll. Lo :

3. teachers and superv:teori: need to choose learning activitiee and evﬂutidn

. _____ =9  DE¥EEREEIE TTT_ Z_TFFE_wY e

procedures sequentially. Pupil-teacher planning generally is not ldvoclted..

4;. educators in the school setting are in the best ponttion to determirne -sequence- -

. in learning for pupils: Teachers and supervisors possess the education, trtining, and

experience to’ choone qunlity ordercd .oah !or .tudcgtﬁ to. achieve.




Pertaining to behavioral technology, waaﬂaiﬁ-"’ and Nicolich wrote:

behavioral 1earning ip which students teach themselves us®ng. .pecitiiy prepared

materials: These materials present information broken down into very small steps,

require students to actively respond as they read therateritio, and present

students with immediate feedback: Gomputern are often used to present very soph-

isticated programmed instruction as well as to help keep records of student work,;

present simulation games, and respond to student inquiriés.. This use of compu-

ters in the classroom is generally described as computer assisted instruction

(CAI). Ancther method making use of behavioral principles is the Keller Plan,
or the personalized system of instruction (PSI): 1In this approach to learning,;

students read small units; take frequent tests; and receive immediate feedback
from proctora.

-i;f does order inlﬁarningreside with the pupil or might teachers stiﬁuiité
a selected sequence within students? -

3. would an eclectic approach be best in ordering experiences. for students

with pupii—teacher planning, as well as teacher determinatioa of -ends for learner

attatument?

Learning Opportunities
There are mumerous activities which may be iroVi&é& for EEE&&EEE; Thus 15

addition to diverse experiences in readtng, the learner mny participate tn ustng
;tﬁe following:

1. films, slides, and filmstrips. .
2. study prints and illustrations.
3. maps, glebes, charts, tahles, and graphs.
4, ~transparencie8 and the overhead progector:
5. single concept £1%um loops and the opaque projector.

With the utilization of a variety of activities in. the reaaiﬁg c&rricﬁiﬁﬁ;
a multi-media approach 1s in evidence. Diverse media rather then one or & few
— are then used to-provide ieirﬁiﬁg;ogoortuﬁi;iEE for students: A single

medium might well involve the use of basal readers in the curriculum. Multi- .

3tn:tta Hooifoik and torrnine McCuﬁe tholich.AEduCItioullmggycholdzz—£or )

ieachere, Englewood Cliffs; ‘New Jersey; 1986 page 157, . S
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media. methods emphasize the utilization of Eﬁe enumerated items above plus the

ﬁiﬁﬁhlétﬁ; BrochﬁrEE; ind other printed materials.

Learning opportunities séiééééa iﬁité;

®

1. aid in achieving desired objectives.

2. guide each student to attain oﬁtiﬁillia

3. provide for each learner's present abilities, needs, and interests.

4, emphasize sequence in terms of pupils experiences.

ﬁh§ do selected réaaing éﬁeeialists éﬁﬁhasiie a iﬁlti:ﬁedié approach?

i. 7provision can then be made for students of diverse 1evels of capabiiity

2. diverse learning styles can be provided for ﬁhen a variety of activities
are uti;ized in teaching and learning.

3. interest in learning may be stimulated within pupils. Each student may

find that éhioh is of dnterest to learn.

o 4. students may find more purpose in learning for ome activity compared to
a different media used in learning: L

5; experiences for learners may be sequenced most appropristely if students

can experience a variety of activities. - .

-

~ Somewhat toward the other end of the continuum; there ife reading spzcialist

who éﬁﬁhésiie students achieving the basics in the curriculum. Essential learnings

as well as related workbooks and worEsheets need to be in the offing: With these

materials ﬁsEd aa-iéarﬁiﬁg Ectivities; students acquire hasic word Tecognition

ideas, generalizations,
hension abilities to be

Each learner needs

and concepts, Critipal and creative reading add to comprE:”
attained by learners.

to attain optinally in a sequential iinner when utilizin;

o2




basal textbooks,; vorkbooks, and worksheeta in tenching-lenrning situations.
' .

. Polson and Dillner4 wrote the foiiowing in the use of beeal ﬁaterialc in the .

reading curriculum:

<

thhough the exact words used to teach reading snd the amount and type

presented at :each level vary from publisher ‘to publisher, several gemeralizations
may be made about all basal reader series. (1) They-usually conmsist of a sequence
-of books containing reading materials of increasing difficulty which teach all

the reading skills in an orderly fashion. (2) The vocabulary used in creating
stories in the series is carefully selected and limited to words im primt which
are thought to be already known to the children in listening or speaking situ-
ations, (3) The number-of-a selec~
tion is carefully’ controled; ind based on the premise that children learn to read
best through a plaﬁned—continuum of introducing and maintaining vocabulary. (&)
The number of words per sentence 15 carefully controlled. (5) Most of the stories
in the Beries are primarily narrative in nature and based on concepts that are
believed to be familiar to the ' child. (6) The series view themselves as capable

of being a "total program" and as such consist of a great variety of sequenced,
integrated components.

Why do essentialists lean heavily upon the use of basal materials in the
curriculum?

-1, essential understandings and skills can be attained effectively by stu~

dents when stimuli are adequately delimited. Excessive use of audio-visual

waterials hinders Pearners in dereioping needed skills to read and understand

abstract words.

2. abstract content contains its own seqnentiii understandings and skills

to be developed by pupils. Order in learning is deemphasized when a variety of

concrete and semi-concrete materials are inserted into the reading curriculum,

‘. the abstract words, phrases;,; sentences, and paragraphs wust be wastered

by stu.ents in order that vital goals in reading are attaimed:. °“Ruading involves

attaching meaning to the abstract and not to various audio—visuai materials appear- .

ing in the environnont.

| 4. learners individiiall? must develop a will to learn E3 ‘read the sbstract:

mastering skills in readins is vital.

5. teachers, properly educated and trained are in the best position to select

dbjectives, 1earning activities. and appraisal procedures in an essentialist reading

curriculum.—
Issues involvedAn ¢hoé¥ing learningopportmisies in the reading curriculum
involve the following: _ 7 | \

aioanne P. Olson and Mertlm H. Dillner, Learning to Teach Reading inthe

. Eiementnry School. New York: ermillen Publishing Company, 1976, page 78.
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1. using a variety of activities in reading as. compared to the rather complete

use 6f basal readers and related abstract content: In using a multi-media approach,

background dinformation is provided for learners in an inter¢sting way to aid in

developing purposeful readers. In an essentialist reading curriculum, will to learn,

not interest per se determines aequentiai ends, meané, and appraisai procedures.

2. 1earners with teacher guidance - sequencing their own 1earntngs as compared

to teachers effectively ordering reading opportunities for students. o

3. providing for an activity centered versus a subject centeted curriculum;

.
»

) 4. emphasizing concrete and semi-concrete experiences alorg with abstract;
reading materials versus ordered abstract learnings,; in general, utiliziﬁé basal
readers. .

i 5. student 1n§ut into the reading curriculum as compared to a teacher deter—
mined curriculum. ;

Appraising Learner Progress o E

How should student achievement in learning to read be appraised? Toward one

end. of the curriculum,learners-with teacher guidance need to assess their own pro-

gress. Thus, after the completion in reading of a library book in individualized
. . R
reading, a conference may be ﬁéié involving the reader and the teacher.. fﬁéfiéérﬁér
himself/herself may determine mweans of appraisal, such as J
1. drawing one or more illustrations pgrtaiﬁiﬁg to content read. ¢

2. #digcuéging main ideaa in the-reaéiﬁg selection.

4. listing a specific number cf vital facts gleaned in reading.

I 5. writing a different setting or plot fcr the library book- - ;

Or, the 1earner and teacher cooperatively may ascertain evaluation prucedures.

: ~ . .
1. developing different characters in the iitrar§ book.

2, writing one or more poems directiy reiated to content read. " \

3. pantomiming a portion 6? the book.

4 'participating in a creative dramatics presentation wtth another student

_ who has read the same library book. -

3
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Toward the other end of the continuum, the teacher may determine appraiaal

T _ ,,,,,,’ . h%xﬁ»j*

techniques for learners in reading. A teacher determined curriculum is then in

evidence. The teacher might assign seIected pages, a chapter, or chapters for pupi

to read. After student have completed reading the selectibn, the teacher could‘

bt
.

select questions for the former to answer:

N
.

require learners to summarize orally or in writing what has been read.
3. have students 1ist ten salient facts acquired from the reading:
4. assign play parts to be written from the reading selection.

5. write® true-false, multiple choice, essay, matching, or completion items,
for learners to respond to. .

Ranson5 wrote:

As for actual teaching, there are severai potnts of view as to what

works best. 1In some schools (especially in upper grades),; teachers have

assumed that independent practice--without instruction--wiil produce op-

timal reading improvement in students.- In others,, teachers have oper-

ated on the assumption that they must teach directly for every step in

the learning process. But at the Ransom schools; we have found that a

combination of these approaches is best; the teacher is needed to intro-

duce new steps in reading progress and to re-explain lessons to children

who have not understood them; but a student who is simply a passiyeﬂob-

server of the teacher's activities will not fully absorb or know how to -
.umawhat“has been taught. He, too, must be an active participant in the

reinforcement,and enrichment activities. You therefore need to provide
both instruction and opportunities for students to learn on their own.

Issues involved in appraising learner progress involves.the following:
i;, To what extent should the learner be involved as compared to the’ teacher
in appraising the former's perforimance in reading?

2. Which techniques should be utilized to evaluate reading achievement?:

There are numerous means available such as teacher written tests, standardized
tests, teacher observation, anecdotal statements, discussions,and oral reports,
among others.




In Closing

There are numerous issues involved in evaluating the reading curriculum:

These include:

1. Who should select objectives in the reading curriculum?
2. How should learnings Be sequenced for pupils?

3. Which appraisal procedures should be utiiized to ascertain reading progres
of learners? .
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